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CHAPTER I

THE PROBLEM AND DEFINITIONS OF TERMS USED
I.

THE PROBLEM

Statement of the problem.
study are:

The four purposes of this

(1) to gain a better understanding of the

characteristics, problems, and attitudes of the culturally
deprived youth in our society; (2) to determine how
Seattle, by better understanding these characteristics,
problems, and attitudes, might meet the educational needs
of the culturally deprived child; (3) to explore what
other large cities in the United States have done in meeting the educational needs of the culturally deprived
child; and (4) to describe how Seattle has used the
experiences of other large cities in helping it to formulate its educational program for the culturally deprived
child.
Importance of the study.

Each of our large metro-

politan centers in the North and West, as well as several
rural areas of the South, contain large numbers of people
whose educational level is considered sub-standard.

The

majority of these people are unskilled and there is no
demand for them as members of our labor force.

Because of

their lack of salable skill, the only jobs for which they
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are suited are as domestic workers and common laborers.
Our country is highly industrialized.

Automation in

industry (heavy industry as well as the agricultural
industry) has greatly reduced the need for common
unskilled labor (7:555).
These large numbers of unemployed people from rural
areas have moved to our large cities.

The large urban

areas of the North and West have always had a large number
of persons in this category.
pounded the problem.

The recent trends have com-

Our large cities experienced increases

in crime which raised the cost of law enforcement.

Larger

relief polls, political unrest, increased expenditures in
all types of social services bring about higher cost of
government and damage the good will of the community.

The

end is not in sight (21:13).
Professor Allison Davis states the problem of the
culturally disadvantaged child in these terms:

(1) The

ability of the culturally deprived child is wasted because
the teachers do not understand their basic culture.

(2)

The schools teach a culture different from that of the
culturally deprived, one they do not understand and cannot
learn.

(3) Because of the above factors, in a study by

Eels and others, children from the lower socio-economic
groups are retarded two years on achievement tests
(10:1-2).
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The crux of the problem is to bridge the cultural
gap between culture of the culturally disadvantaged child
and the culture of the American middle-class professed by
our public schools.

If this can be accomplished, teacher

and culturally-disadvantaged pupil can communicate.
Through communication will come understanding, mutual
respect, and learning.

Through understanding and learning,

the culturally-deprived child should be able to elevate
himself into the culture of middle-class America (10:10-12).
When describing culturally deprived children, this
study refers to those children from a home whose culture
is different from that of the average middle-class American.

Culturally deprived children are from minority

racial groups and Caucasian children from low socio-economic groups.
In 1960, 8.4 per cent of the population of Seattle
was non-Caucasian.

The minority racial groups are con-

centrated in the older central area of the city (38:1).
There are no studies determining the exact number of
Caucasian children in the lower socio-economic groups.
There are many such children in Seattle.

A large number

of the Caucasian culturally deprived students live in the
low-rent districts of the central area of the city.

There

are also Caucasian culturally deprived students that live
in all sections of the city.
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The culturally deprived children of Seattle have
similar home backgrounds, attitudes, and have the same
educational needs as other children throughout the nation.

II.

DEFINITION OF TERMS USED

Culturally deprived child~ under-privileged
child.

For the purposes of this study, culturally deprived

child and under-privileged child will be used interchangeably because both are so used in the literature.

They

will mean a child whose culture is that of lower socioeconomic group and different from that of the average
middle-class American.
Lower-class person and low socio-economic group.
For the purposes of this study, lower-class person and low
socio-economic group will be used interchangeably because
both are so used in the literature.

They will refer to

those groups in our society who belong to the low-income
group or that group most commonly referred to as the low
socio-economic group.
Central~ schools.

This term refers to the

schools in Seattle which contain the largest percentage of
culturally deprived students.

They are called the central

area schools because they are located in the older central
part of the city.
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Core cities.

The core city is a large urban area in

which people of different social-economic groups are
segregated due to law, custom, social pressure, or zoning
practices.
Salable skills.

For the purposes of this study,

salable skills will mean those skills that enable a person
to compete for employment in industry, public service, or
any job that requires specific training.
III.

ORGANIZATION OF THE PAPER

The remainder of the paper will be organized in the
following manner:

(1) Chapter II will review the litera-

ture; (2) Chapter III will be a discussion of questions
that will act as guide lines in assisting Seattle to
formulate its program of meeting the educational needs of
the culturally deprived child; and (3) Chapter IV will be
a summary of the paper and recommendations for further
action.

CHAPTER II
REVIEW OF THE LITERATURE CONCERNING EDUCATION
OF THE CULTURALLY DEPRIVED CHILD
Today, articles appear frequently in most of our
news media which discuss the problems involved in educating the culturally deprived child.

This study will review

those references which give an overview to the problem of
educating the culturally deprived child as well as the
ideas, pilot projects, and studies that have been initiated and conducted in this area.
I.

THE SETTING OF AND CAUSES FOR THE
CULTURALLY DISADVANTAGED CHILD

Jencks traces the migration of minority groups from
poor rural areas of the United States to large cities in
the North and West.

While living in the undeveloped rural

regions, these groups of people were insulated from the
rest of society.

During the last half century while the

majority of American society advanced technologically, and
as a result, improved the educational level of the average
person, these areas remained inert.

Since World War II,

due to mechanization in farming, the closing down of coal
fields, and the inability of the small subsistence farmer
to earn a living, these groups have migrated to the large
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cities in search of work.

Having no skills, it is diffi-

cult for them to compete for jobs in our mechanized
society (21:13).
The Education Policies Commission of the National
Education Association expresses the plight of these groups
as follows:
Some Americans developed ways of living in virtual
isolation from the rest of society. They either
remained apart voluntarily or were kept apart. Now
the ferment of America has reached them, producing
large-scale migration and bringing them into direct
contact with modern life. Many have been unable to
make a successful transition for the ways of their
living are not attuned to the spirit and practice of
modern life. They are placed at a severe disadvantage by their cultures. The inability of these
culturally disadvantaged persons to adapt to new
lives results in grave problems both for them and
for the society at large (27:45).
The statement continues the discussion of the
culturally deprived child of this culturally disadvantaged
society by stating the individual's experiences at home
and on the streets do not prepare him for a school
established and developed for another kind of child.

It

further states that if the school reinforces the sense of
personal insignificance and inadequacy that life may
already have imposed on him, then he will probably derive
very little help from the school.

If the school insists

on programs or standards from which the culturally
deprived child can gain little satisfaction or mastery and
which he regards as unrelated to his life, then he becomes
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frustrated with the effort to find security in the situation and leaves as soon as he has the opportunity to do
so (27:45).
Haubrich relates that a child reflects his society,
and a culturally disadvantaged child is one whose society
differs greatly from that of the average American (16:164).
II.

CHARACTERISTICS OF THE CULTURALLY
DISADVANTAGED CHILD

Types o f ~ background.

Davis and Jencks both

describe the home background of the culturally disadvantaged child as one of poor, overcrowded housing,
uncertain security, large families, and low income (10:1-3),
(21:18).
The Educational Policies Commission of the National
Education Association states that the life of the
culturally disadvantaged child is one of uncertainty
because the families are constantly on the move within the
confines of the slum sections of the large cities.

The

families keep trying to improve their chances for employment, but have little success.

This situation keeps the

child as well as the parent in a constant state of
insecurity

(a6:9).

Allison Davis sums up the home attitude of the lowerclass as a recurrent series of depressions and peaks with
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regard to the satisfaction of its basic needs.

In the

lives of the lower-class person, it is either all or
nothing and they live constantly on the brink of disaster
so that when they do have a surplus of anything they gorge
themselves.

It would be more rational if the lower-class

person saved his money and budgeted for future needs but
his deep anxiety about starvation precludes rational
actions of the average middle-class American.

Lower-class

people cannot learn middle-class foresight and moderation
unless they can participate socially with middle-class
people, whom they meet and learn to imitate.

This is the

type of home from which the culturally deprived child
emerges (10:5).
Berkman, in contrasting the home setting of the
culturally deprived child and his school setting, says
that the five hours per day that he spends in school seems
to contradict almost everything that he knows to be true
for the other nineteen.

Berkman says that the new glass

and tile structures only serve to enlarge the contrast
with the hovel where the culturally deprived child spends
most of his time (2:63).
Health, emotions, and types of behavior.

Conant

writes:
The educative process is greatly complicated for
the child whose home is characterized by poverty,
disease, instability or conflict. Such homes tend
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to produce children who are tired, hungry, ill, and
emotionally unstable. Where physical punishment is
common the children may learn that violence is their
best weapon and often their only defense (6:94).
Along this same line, Allison Davis writes that
teachers tend to misunderstand and resent the slum child's
fighting, just as they do his cursing, his so-called precocious sexual behavior, and his dialect, forgetting that
these traits are parts of his cultural behavior.

The

child is taught to fight and physical aggression has the
approval of the parents.

The result of these cultural

sanctions is that he learns to fight and to admire
fighters.

The conception that aggression and hostility

are neurotic, maladaptive symptoms of a chronically
frustrated adolescent is the view of the middle-class psychiatrist.

However, in lower-class families, physical

agression is as much a normal, socially approved and
socially inculcated type of behavior as it is in frontier
communities (10:7).
Attitudes toward school, education, and society.
Conant and Berkman both say that one of the leading problems in educating the culturally deprived child is to
overcome the child's negative attitude toward school.

The

child must be encouraged to desire an education.
Culturally disadvantaged children must understand the need
for a good basic education, one that will enable them to
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better themselves socially and to make them better able to
compete economically with the majority of society (2:63),
(7:554).
A characteristic of culturally deprived children is
their lack of desire to achieve in schools that are incompatible with their social culture.

The culturally

deprived child cannot understand the importance of learning the basic skills taught in the ordinary school unless
he can relate it in some way to obtaining a job on completion of high school.

Pruner, gets at the basic reason for

this negative attitude when he says that from the very
beginning of the life experiences of these underprivilege
children, they lack even the ordinary experiences of the
middle-class children.

They start school without those

experiences that develop concepts, attitudes, and abilities favorable to school success.

As one researcher, who

studied a group of underprivileged public school children,
put it, "Very few of the children in the third grade had
been read to, had children's books at home, had creative
playthings like blocks or paints, or had been taken to
local places of interest like zoos or museums."

The

results of this lack of exposure to stimulating activities
cramp the culturally deprived child through limited
vocabularies, which in turn create reading deficiencies in
the early grades, and become more acute with each
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successive grade.

Recently, effective remedial reading

services have helped to alleviate this lack.

Successful

achievement in school work is not as important to the
lower-class child as it is to the middle-class child.
This lack of desire to achieve in school is very definitely
related to the lack of parental concern or pressure to do
well in school (2:65), (30:35).
Davis says that the slum child lives in a physical,
economical, and cultural reality, basically unlike that
in which the middle-class child is trained.

Therefore, if

he is to be realistic and survive in his environment, many
of the habits and attitudes which he develops will inevitably differ from those of the highly supervised middleclass child with whom he is expected to attend school.
That behavior which middle-class teachers, clinicians, and
psychiatrists often regard as "delinquent" may be a realistic, adaptive, and in his environment, socially acceptable response to reality (10:4).
The native ability of the culturally deprived child.
Cultural bias appears to a degree in all standardized
tests as is reported by Anastasi:
It should also be noted, however, that no existing test is universally applicable or entirely
unrestricted in its cultural reference. The difference is one of degree, cross cultural tests being
less restricted than others. Any test tends to
favor individuals from the culture in which it was
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developed. The mere use of a paper and pencil or
the presentation of abstract tasks having no immediate practical significance will favor some culture
and handicap others (1:256).
Allison Davis and other researchers are convinced
that native ability of culturally deprived children is not
markedly different from the native ability of any other
representative group of our society (10:210).
The fact that culturally deprived children (or
children from low socio-economic groups) score lower on
standardized intelligence tests and achievement tests is
due to the built-in cultural biases of these tests (10:10).

III.

EDUCATIONAL NEEDS OF THE CULTURALLY
DEPRIVED CHILD

Conant bas said in general terms that:
The task with which the school people in the slum
must struggle is, on the one band, to prepare a student for getting and keeping a job as soon as be
leaves school; and, on the other band, to encourage
those who have academic talent to aim at a profession
through higher education (6:94).
The Educational Policies Commission of the National
Education Association informs us that the schools face
great challenges as well as enormous difficulties in educating the disadvantaged child.

This child has not bad a

family who provided him with emotional and physical wellbeing and has not prepared him to look forward with anticipation to an education.

Schools are useful only for
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children who are able physically, mentally, and emotionally to respond to them.

The family or agency established

to prepare the child for school may have failed entirely
in preparing the child for his entrance into school.

In

cases where the school must take culturally deprived students who are not ready for school, the school can serve
as a social service agency only at the cost of slighting
its main function (26:9).
11

To realize full economic benefits from investments

in education will require several types of action," says
Norton (28:107).

Further, he states that quality schools

must be made available and attended by all children and
youth in all communities.

He says that good schools with

well-prepared teachers, adequate school buildings, and
other essential physical facilities are lacking in too
many communities today.

The curricula must be developed

to take into account the wide range of aptitudes and life
goals of the heterogeneous population now enrolled in
public schools.

The following idea must be understood.

The enrollment in the upper elementary grades and in high
school is no longer a select group.

Public schools now

include the talented and those of average and below
average ability.

Therefore, the public school program

must provide varied provisions for all groups, so that the
nation may fully capitalize on its total human resources.
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There must be effective guidance programs in every school
system to help each student achieve his potential
(28:107).
Berkman says:
A solution to the problem of meaningless slum
school education would be for society to tear down
ghetto walls and lessen the economic pressure on the
family. With the economic pressure relieved, the
family could feel real hope and instill this understanding in their children so that the children
would want to be educated (2:67).

IV.

ATTEMPrS OF CERTAIN LARGE URBAN AREAS TO
MEET THE EDUCATIONAL NEEDS OF THE
CULTURALLY DISADVANTAGED CHILD

Chicago, Illinois.

The city school system with the

aid of private industry in the form of Carson, Pirie,
Scott and Company is launching a program to increase its
holding power on dropouts.

The company gives the student

part-time work and the student attends classes at a public
or vocational school in the evening or on a part-time
basis.

The school system is increasing the number of

trained counselors in the culturally disadvantaged areas
of the city.

With this larger staff, a variety of voca-

tional opportunities are being offered to the student.
In the slum area of Chicago, two elementary schools
have initiated pilot projects which stress understanding
the individual needs of their children.

The Chicago
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school administration has placed competent and experienced
teachers in the programs, has provided additional instructors in remedial skills, are making positive use of consultants and supervisors, and are involving lay resource
persons to aid in demonstrating the different aspects of
daily living and working in a large modern city's society.
Although these programs are still in the pilot program stage, all phases of the different programs in the
elementary schools are geared to understanding the disadvantaged child with his diverse background, characteristics, and needs, and in upgrading instruction to meet
these needs.

In the elementary programs, the parents of

the culturally deprived child are involved as much as possible in order to create interest in and motivation toward
gaining an education for their children (34:8-12).
Detroit, Michigan.

Detroit's program is two-fold.

One, the emphasis in the elementary schools of the culturally disadvantaged child is on stronger reading programs,
with the use of better remedial reading material for poor
readers and elementary school libraries.

The system is

also experimenting with the use of culturally oriented
readers that illustrate experiences familiar to the student's own background.

The special reading programs are
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carried into the secondary schools where they are needed
to aid students who are reading well below grade level.
Two, the Detroit schools have established vocational
training centers in the secondary schools that are located
in the culturally disadvantaged area in order to present a
more realistic educational program to these students.

The

schools feel that the reason most "dropouts" leave school
is because they feel the programs of study are not doing
them any good and will not enable them to find employment
when they graduate.
Teachers, administrators and other staff members are
encouraged to study the children with whom they work as
well as the communities which they serve.

They are urged

to become actively involved in their respective communities in order to bring about a better line of communication between parents and the school.

A real effort is

made to involve the parent with the school whenever possible in order to build the parent's understanding of the
school and to foster the desire for their children to get
an education (23:34-37).
Los Angeles, California.

The programs started for

upgrading the educational opportunities of the culturally
deprived in this city have been a matter of providing in a
more concentrated form the services that already existed
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in other areas of the city.

By working with well quali-

fied teachers and school staff members including nurses,
counselors, psychologists, social workers, and with other
social agencies such as the police and welfare workers;
Los Angeles has attempted to meet the needs of these
culturally deprived children through instruction on an
individual basis.

Los Angeles' goal is to have every stu-

dent develop his individual capabilities (20:18-20).
Philadelphia, Pennsylvania.

In 1960, Philadelphia

received grants from the Ford Foundation and the Great
Cities School Improvement Program and started programs in
three elementary schools and in one junior high school.
These programs are much like Chicago's in that they stress
the importance of added services such as remedial reading
teachers, librarians, counselors, consultants and the
involvement of the community as much as possible to stimulate interest in the schools.

One of the district's

objectives is "To motivate parents to assume increasing
responsibility for the solution of family, community and
school problems."

All of the projects started were

located in the culturally disadvantaged area of Philadelphia.
The main emphasis of the program is the up-grading
of education by placing good teachers in these culturally
deprived or depressed area schools and stressing the idea
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that teachers study and understand the culture of the children they teach and the community they serve (11:48-51).
New York City, New York.

During the past few years,

New York has initiated several pilot programs as well as
area projects in both elementary and secondary schools.
The Higher Horizons Project is concerned with the retention
of the high school dropout by channeling potential dropouts into a well supervised vocational program through
counselors who aid in finding jobs for these otherwise
unskilled youth.
Experienced teachers are encouraged to teach in these
culturally disadvantaged areas of New York in order to
improve the instruction in the elementary programs.

The

teachers of the culturally deprived children are urged to
study the cultures of their students and to try to determine through better understanding the needs of their students.

Remedial reading programs have been established to

strengthen the over-all educational programs of these
schools (25:20-22).
Patricia Blake explained a pilot project in New York
City which takes four year old youngsters from culturally
deprived homes and provides pre-school and life experiences, such as basic vocabulary, peer report, interest in
school, which these children lack.

These experiences are
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necessary if a child is to benefit from the educational
program of the public elementary school.

The project has

met with success, according to Patricia Blake, but as yet
only touches a very few children.

There are hopes of

enlarging the program in the future (3:78B).
St. Louis, Missouri.

In the Bannaker district of

St. Louis, which is considered the most culturally
deprived area of the city, a human relations program was
started four years ago.

This program was unique in that

it was mainly an attempt at convincing the public of the
area that the school was important and that the need for a
good basic education was a necessity for future success.
The results were obtained by teachers visiting the homes
of the children they teach and endeavoring to understand
the child's backgrounds.

The teachers tried to convince

the parents that it was necessary for the parent to get
their children to school and to keep the child in school.
Homework was used as a joint work project between parents
and teachers.

This homework involved the parent and

created parental interest in the schools and education for
future betterment.

The schools pushed the program by

informing students and parents that jobs would be available for qualified persons.
tary program.

The program was an elemen-

However, it was designed to encourage
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education to the point that these culturally deprived students would be sufficiently capable in the basic skills in
reading, communication, and computation that they could
succeed and benefit from the training they would receive
in the public secondary schools (13:18-20).
A review of the literature describing culturally
deprived children brings out these characteristics found
in culturally deprived children and youth:
1.

Culturally deprived children have cultural
values and mores different than those cultural
values and mores stressed as important by the
public schools.

2.

Culturally deprived children cannot realize the
importance of subject matter or cultural
values stressed by the public school and therefore do not apply themselves nor achieve in
school.

3.

Culturally deprived pre-school children lack
life experiences which prepare them for
school.

Without these life experiences

culturally deprived children are not ready for
the beginning educational experiences presented by our public schools.
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4.

Culturally deprived youth feel that attending
and completing school will not guarantee them
a good job.

The literature brings out the following educational
needs of the culturally deprived child:
1.

Culturally deprived pre-school children must
receive special training that will prepare
them for the educational programs presented by
our public schools.

2.

Culturally deprived children and youth must
receive remedial training in the subjects in
which they are below grade level (i.e. reading skills, communication skills).

3.

Culturally deprived children and youth must
learn that in order to compete for employment
in our society, a basic education is necessary.

4.

Culturally deprived youth need guidance services
and vocational training.

CHAPTER III
A DISCUSSION OF QUESTIONS THAT WILL ACT AS GUIDELINES TO ASSIST SEATTLE IN FORMULATING ITS PROGRAM FOR MEETING THE EDUCATIONAL NEEDS OF THE
CULTURALLY DEPRIVED CHILD
The following questions drawn from the review of
literature in Chapter II, are set up as guide lines to
appraise the way in which Seattle is attempting to meet
the educational needs of the culturally deprived child.
Hubert Humphrey and John Norton say that educational
opportunity is everyone's right (19:18), (28:107).
1.

Does the city provide equal educational facili-

t i e s ~ instruction (buildings, materials, well qualified
teachers, textbooks, services of counselors, school
nurses, remedial reading teachers, librarians, school
libraries,~!!!!_ !!E,-to-date curriculum) to

ill

schools

throughout the city?
The Seattle school board and administration have
identified certain schools facing the special problems
posed by the disadvantaged child and have planned and
initiated specific activities to assist these schools.
This action constitutes a significant modification of long
standing policy calling for essentially equal expenditure
of funds and assignment of staff to all schools, with the
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level of instruction, and the number of students enrolled,
being the only major determinants of need.
Specific activities which reflect this change in
policy toward central area schools include the reduction in
terms of special needs and learning disabilities, the
assignments of a higher percentage of experienced teachers
to the central area schools and the provision of additional
special personnel such as social workers, nurses, and psychologists in the central area schools.
Extensive additions and renovations have been made
to the school facilities of the central area schools in
recent years.

These additions and renovations have

included a new gymnasium and remodeling at Garfield High
School, a new building on a new site for Washington Junior
High School, a major addition at Meany Junior High School
replacing an old frame building, and major additions and
remodeling at Harrison, Leschi, Minor, Madrona, and
Pacific schools.
All schools in the central area have school libraries
and a full-time reading library teacher.
The central area schools are supplied with textbooks
and materials on an equal basis with other schools in the
district.
To date, Seattle has attempted to identify certain
schools which serve culturally deprived students.

Seattle
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has also attempted to determine the educational needs of
the culturally deprived student.
The program of placing special emphasis on meeting
the educational needs of the culturally deprived child is
a new undertaking for Seattle.

Being a new program in its

experimental stages, the program needs time to be carried
out before any type of evaluation can be made as to its
merits.
Other schools that serve culturally deprived students
in areas of the city not included in the central area
should also take part in the program designed to meet the
educational needs of the culturally deprived student.
Friggens, Berkman, and Bullock express the need that
schools must be flexible enough to meet the needs of the
culturally deprived child (14:83-87), (2:62-67), (5:17-18).
2.

Can each school adapt their individual program

to fit specific needs,£!: must all schools throughout the
system provide identical educational programs?
Although Seattle provides curriculum guides and
employs curriculum consultants and helping teachers, these
are guides and aids in the form of resource persons and
materials.

Teachers in each school are allowed to tailor

individual programs to fit the needs of their students.
Several pilot projects utilizing additions to the regular
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educational programs were attempted during the last two
years.

{See Appendix, pages 49-58).
Schools can adapt individual programs to meet the

educational needs of the culturally deprived children, but
the educational needs of these children need exact definition.

Teachers and administrators must fully understand

the educational needs of culturally deprived children
before attempting to change the existing educational
programs of the school.
Davis expresses the importance of understanding the
culturally deprived child (10:7).
3.

~!!!!,school district emphasize !!!£!:l

~

teachers of lli_ culturally disadvantaged child understand
~

cultural differences between~ child's background

and those cultural values!!!!, school teaches?
Human relations workshops for Seattle teachers have
been provided regularly by the In-Service Training Department of Seattle Public Schools.

Community resource

persons have been used extensively by the school district
to aid in the planning and management of these workshops.
The purpose of these classes has been to foster understandings, attitudes, and behavior toward the practice of
democratic human relationships with all individuals,
regardless of group membership.

27

Examples of persons who have led these workshops are
Dr. Lester Granger, former director of the National Urban
League; Dr. Gerald H. Read, professor of Kent State University; Dr. Daniel Schreiber, former director of the New
York City Higher Horizons Project; and Dr. Samuel Shepard,
Assistant Superintendent in Charge of the Bannaker
District Elementary Schools, St. Louis, Missouri.

The

main theme of the last two workshops was focused on educating the culturally disadvantaged child and youth.
The workshops mentioned above were attended by many
teachers and administrators.

The persons in attendance,

however, only represented a portion of the teachers who
teach in schools serving the culturally deprived students.
All of the teachers who teach culturally deprived students
need to gain better understandings of the children they
teach.

More attempts at sponsoring workshops such as the

ones mentioned would aid the program of up-grading the
educational program for the culturally deprived student.
Friggens expresses the importance of the school
involving the community in school activities (14:86).
4.

Does the school involve the community of the

culturally disadvantaged child in order to gain good will,
mutual understanding, cooperation, and to encourage the
parents to instill in their children the real importance
of~ good education?
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Members of the Seattle School District staff have
been in close contact with community groups and agencies
which are active in the field of human relations and youth
activities.
In addition, a staff member on a full-time basis,
has been designated to work with those community groups
which can contribute to the strengthening of the school
program for culturally disadvantaged students.
Human relations is the area where the best results
in educating the culturally deprived students and their
parents can be realized.

Both parents and students must

not only recognize the need, but also must desire an education for the culturally deprived child.

This desire for

an education can only be accomplished by a joint parent
school effort.

Communication between school and community

is necessary and the communication must be accomplished to
better the working relationship between the culturally
deprived parents and the schools that serve their children.
Blake and the National Education Association's Educational Policies Commission stress the importance of the
life experiences of pre-school children (3:78), (26:45).
5.

When pre-school children of the culturally

lli-

!2!
school, does the district make~ attempt to work !1!!!

advantaged lack life experiences that prepare~
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welfare agencies and civic groups to set !!I! pre-school
nurseries?
One project started in Seattle last year was a preschool enrichment program for culturally deprived preschool children.

This program was a joint effort of a

parent-teacher group, a Seattle Public School guidance
worker, and several interested persons and groups.
program met with success.

The

It is an excellent example of a

community self-help project.

Although this was just one

program, the future expansion of this service is
anticipated.

(See Appendix, page 59.)

This was only a pilot project serving twenty-five
pre-school children in one community.

Before the pre-

school enrichment program can benefit the culturally
deprived child, it must be expanded to include all culturally deprived pre-school children.
Hunter says it is necessary for schools to work
cooperatively with welfare agencies and civic groups
(20:19).
6.

Does the school work~

!!ill welfare agencies,

.!!:!!!! civic groups to solve mutual problems?
Seattle schools do work with welfare agencies and
civic groups to solve mutual problems.
united effort are:

Examples of this

(1) the schools and park department

share facilities and programs; (2) cooperation between the
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schools and the Atlantic Street Center Program; and (3)
schools of correction and the Juvenile Detention Home are
staffed by school district teachers.

(See Appendix,

page 47.)
Seattle schools have a good working relationship with
welfare agencies and civic groups.

This is a strong point

in the effort to meet the educational needs of the culturally deprived child.
Conant emphasizes the importance of vocational
training and job placement (7:554-60).
7.

~

the school provide vocational training~

job placement programs f o r ~ vocational graduate?
In September, 1963; Seattle initiated an experimental pre-vocational training program.

Seattle has also

cooperated with a non-profit organization in a research
program directed toward job placement to combat juvenile
delinquency.

(See Appendix, pages 42-45.)

Seattle's vocational training programs and job
placement programs for vocational graduates are just
starting and must be expanded if they are to be of significant value to the large number of culturally deprived students who need this type of counseling and training.
Friggens tells of the need for a basic education
(14:84).
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8.
attended

Do~ elementary and junior high schools

.!!x. the culturally deprived children 2!

~

,£2!!!-

munity make~ determined effort to!_£ train their students
in basic skills such~ reading, computation, and communication that they_£!!:.!! achieve and benefit from~ secondary
education?
Seattle has up-graded the educational programs of
the central area schools in an effort to meet this need.
In addition to increasing staff members and reducing class
size, several pilot projects were initiated to improve the
teaching of basic skills in these schools.

(See Appendix,

pages 46, 49, 51, 53, 57, and 59.)
The only draw-back to this program is the lack of
interest in school on the part of the culturally deprived
student.

Until the culturally deprived child has a genu-

ine desire to learn, he will not benefit from the educational experiences presented by the school.

CHAPTER IV
SUMMARY AND RECOMi.\1ENDATIONS
I.

SUMMARY

This study has determined, from a review of the
literature, the basic characteristics, problems, and attitudes of the culturally deprived youth in our society.
Seattle, by becoming aware of the characteristics,
problems, and attitudes of the culturally deprived child
has attempted to tailor the programs of the schools serving
these children to meet their educational needs.
This study has reviewed the literature and presented
what some other large cities, faced with the problem of
educating the culturally deprived child, have done to meet
the educational needs of these children.
Seattle, in its attempt to learn how other large
cities have met this problem, has done two things.

First,

Seattle has reviewed the reports these cities have presented through news media and professional journals.
Second, Seattle has asked two persons who were, or are
now, connected with these projects in two large cities,
(Schrieber from New York and Shepard from St. Louis) to
lead workshops for Seattle teachers and administrators.
The purpose of these workshops are to bring first hand
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knowledge and experience in the area of educating the
culturally deprived child to Seattle's teachers and school
administrators.
Seattle has designated specific schools in the
central area of the city as schools serving culturally
disadvantaged children.

These schools have received added

aid in the forms of lower average class size, additional
school staff members such as counselors, remedial reading
teachers, helping teachers and consultants.
Pilot projects have been initiated to find ways to
meet the educational needs of the culturally deprived student, but as these projects are in the developmental stage
they have not been fully evaluated and put to use throughout the area.
The human relations programs to involve the community in school programs are just being developed.

As was

discovered in St. Louis, interest in the school, by
parents of culturally disadvantaged children creates
desire to achieve on the part of the child.

This desire

to do well in school on the part of the child is a must if
the child is to learn from and benefit from the educational
programs offered by our public schools (14:84).
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II.

RECOMMENDATIONS

It is recommended that:
1.

Seattle develop a stronger human relations program to interest parents of culturally disadvantaged children in the schools educational
programs.

2.

Seattle expand its vocational education programs
to train secondary school students interested
in vocational training for employment upon
completion of school.

3.

The Seattle schools work with private industry
to find jobs for vocational graduates.

4.

The Seattle schools provide through in service
training classes and/or workshops, opportunities for all teachers of culturally deprived
children to better understand the cultural
backgrounds of the culturally deprived
children.

5.

Seattle continue to study the progress that
other large urban areas are making to meet the
educational needs of the culturally deprived
children.
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EQUAL EDUCATIONAL OPPORTUNITIES PROJECTS
In recent years, the Seattle School District has focused
increased attention upon the growing needs of the culturally and/or educationally handicapped student.

Thousands

of dollars over and above what would be normally allotted
schools of comparable size have been expended for
additional teachers and services in those schools having a
relatively high proportion of such students.

A voluntary

student transfer policy was enacted by the School Board to
alleviate racial imbalance.
Equally as important as these official decisions of the
School Administration are the spontaneous efforts of classroom teachers and citizens to meet this challenge.
Enclosed are a few summaries of projects that have been
undertaken.
tion.

No one of them claims to offer a final solu-

They are, at best, beginning, but none the less

important attempts to offer something of value to all
children - an equal educational opportunity.
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SEATTLE PUBLIC SCHOOLS PRE-VOCATIONAL
TRAINING COURSES
In September, 1963, the Seattle Public Schools initiated a
pre-vocational training program. This program is experimental at this stage and is not intended solely as a
"solution to the dropout problem." It is an attempt to
assist students who have the necessary ability and interest to obtain additional vocational direction and skill
in order that they may adequately prepare themselves for a
job. It is hoped that this kind of effort will induce
some students, who might not otherwise do so, to finish
their high school education and go on to additional training for a vocation. It is hoped that some dropout students with potential for successful training will find it
desirable to return to school to take these courses.
This experimental program is primarily designed to give
vocational direction to non-college bound individuals
within the Seattle schools system who are felt to have
needs not completely answered by the regular high school
program. It is also available to persons who have dropped
out of Seattle schools and are now responsive to suggestions to further training.
These are introductory courses in vocational subjects.
Their unique advantage is that they are available to high
school students along with their regular high school program. They permit the student to complete his high school
education while at the same time beginning his training
for future employment.
Each center will enroll students on a city-wide basis.
These centers include:
Franklin High School
Holgate Technical School
Edison Technical School
Lincoln High School
Edison Technical School

Food Service
Aircraft Mechanics
Data Processing
Food Service
Machine Shop

Students successfully completing the courses may be given
advanced standing in the Adult-Vocational post-high-school
program operated by the Seattle Public Schools.
Students for the current and future pre-vocational courses
are being counselled and tested at the Occupational

43

Page 2
Guidance Center, newly established at 210 - 18th Avenue
South, to which high school counselors are referring young
people to be considered as prospects for the new courses.
Additional information may be obtained by calling the
Occupational Guidance Center - EA 2-8608.
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OPPORTUNITIES FOR YOUTH PllOJECT
The Metropolitan Youth Development Committee, a non-profit
organization composed of twenty-five leading citizens of
the Seattle-King County area, has recently received a combination of grants from the Ford Foundation, Boeing
Employee's Good Neighbor Fund, and Seattle Housing Authority to inaugurate OPPORTUNITIES FOR YOUTH - two-year,
action-research project in delinquency prevention.
A pilot project of two years ago, providing employment
opportunities and counseling to a small group of boys in
Seattle offered evidence that this program promises a good
chance of success in reducing rising juvenile problems and
improving attitudes.

The Metropolitan Youth Development

Committee through OPPOUTUNITIES FOR YOUTH seeks to expand
this program in four high-delinquency areas in Seattle.
The program stresses part-time employment and educational
guidance for 120 boys, with evaluation all along the way
by studying achievements and comparisons with 120 boys
not receiving help.

The 120 boys, living in four Seattle

Housing Authority projects, will be provided with parttime work on project grounds and in stores, offices, and
parks.

A selected number will be given remedial

educational guidance.
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The Seattle Public Schools has been involved in the planning of this project, being particularly interested in its
educational aspects.
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PROJECT TUTORING
Thirty-eight University of Washington men and women students are working as volunteers to assist students at
Garfield, Meany and Washington in the second year of
ttProject Tutoring," a University of Washington YMCA and
YWCA sponsored program.
Operating on a non-paid basis, the tutors give an hour or
two of their time once or twice a week after school to
help build up the interest, motivation, and skills of students working far below their academic potentials.

Tutors

meet with their pupils at the schools after classes have
ended for the day.

Usually each works with only one stu-

dent at a time in an area with which he is familiar.
The evaluations by tutors, pupils, parents and faculty
have been favorable.
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THE SEATTLE ATLANTIC STREET CENTER PROGRAM
The Seattle Atlantic Street Center is a private social
work agency located in the Central area of Seattle. It is
devoted to the prevention and treatment of problem behavior
in early teenage youth. Its philosophy of "total treatment" incorporates aspects of both "street worker" programs
and "settlement house" programs. Workers aggressively
seek out clients and involve them in group activities at
the Center. The social workers at the Center typically
deal with clients both in individual and group relationships and also work with parents and other collateral
persons.
In January, 1962, the Center applied for a grant from the
National Institute of Mental Health. While the Center
believed that it had been rendering effective services to
acting-out adolescents, the Center sought to bring its
clients and its services under the rigorous scrutiny of
research in order to determine with precision which clients
are most effectively served, what methods are successful
in producing favorable client change, how extensive the
service need be in order to be effective. The Center
believed that answers to such questions as these would be
valuable contributions to an understanding of youth who
frequently are judged delinquent and bow specifically a
community might go about successfully treating such boys
while they are still in the community.
In September, 1962, the Atlantic Street Center was awarded
a grant of $350,000 by the National Institute of Mental
Health for a five-year project to demonstrate the
effectiveness of social work on acting-out youth of junior
high school age in the Seattle central area. The plan
called for early identification of youngsters who have a
moderate to high risk of developing problem behavior, and
for aggressive recruitment of such youth and their families in a two-to-three "total approach" treatment program
which will utilize group work, case work, and community
organization methods. Specific questions for study
include:
1.

To what extent is it possible to identify 12-year-olds
who have a high to moderate risk of subsequent problem behavior?
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2.

To what extent is it possible to aggressively seek out
and channel such potential problem youngsters into a
Center program and to expose them to a specific program for a period of at least two years?

3.

To what extent does a two-year exposure to a Center
program reduce problem behavior among such youth?

4.

Which of two alternative Center programs, the "total
treatment approach" or a "recreational approach," is
more effective in reducing problem behavior among such
children, compared to no program at all?

Since September, 1962, the Center has been serving groups
of Junior High School boys and girls. The Seattle Public
Schools, particularly Washington and Meany Junior High
Schools, have cooperated extensively in this research. Of
particular interest is the fact that these potentially
troubled youth are aggressively sought out and offered
help. It is well known that troubled children and families from the lower social-economic level often do not
solicit available help.
It is hoped that the research will be beneficial to
Central area children.
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WASHINGTON JUNIOR HIGH SCHOOL READING
EMPHASIS PROGRAM
Washington Junior High School's reading emphasis program
began officially in September, 1963. Basically, the
objectives of the experiment are to improve student reading levels to permit them to function more effectively in
all subjects, to reduce classroom disturbances through a
program designed to help each youngster succeed, and to
establish individual standards for progress.
Four seventh grade classes were selected for the program
of concentration on reading and communication skills.
Each class consisted of twenty students, many of whom
were reading several grade levels below standard. Double
periods in language arts and social studies were scheduled
for the four classes. This arrangement has helped the
teachers coordinate new materials to the best advantage
and give more attention to individual reading problems.
The foundation of the Washington program, in addition to
reorganization of class scheduling, has been experimentation with specialized materials emphasizing high-interest
content and low-level reading requirements. Among the
books in use are: "The World Around Us" social studies
text; the Scott Foresmen texts on "Basic Reading Skills
For Junior High School" and the Readers Digest Adult
Education Reader series. The SRA Reading Laboratory and
the Controlled Reader are also used by some of the
classes.
Teachers report that this kind of ungraded system requires
a great deal of initial adjustment and more intensive
work over the long run for the instructor involved, but
that there is no question of the ultimate worth of this
approach.
There have been some interesting results in the area of
deportment. Each of the four teachers involved in the
program agrees that classroom discipline has improved 100
percent since September. During the first semester of
last year, nearly one-half of such youngsters were suspended from class for shorter or longer periods, the number of suspensions for the same period this year was cut
to 18 percent.
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Continuing evaluation will include retesting of the students in May, using the California Reading Test, for comparative purposes with last September's results; analysis
of each pupil's individual Cumulative Reading Record
measuring independent reading accomplishments for comparison with other seventh grade groups; teacher evaluations
of the reading emphasis program to be utilized as one of
the principal criteria for determining its success; and
following the 83 students involved in the program through
the eighth and ninth grades to determine its continuing
effects. A final comparison of suspensions, failures and
attendance with other seventh grade groups, will be made.
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"INTER-RACIAL URBAN ORIENTED" PRIMERS

Four classrooms in Stevens, Minor, Madrona, and Schmitz
Park Schools are now trying out a new Detroit-produced
reading series designed especially for use by urban
schools.
The books are the product of the Great Cities School
Improvement Program of the Detroit Public Schools and the
result of a program that started in 1959 when a group of
Detroit educators recognized the need for reading materials that accurately reflect the way of life and reading
requirements of a wide assortment of non-Caucasian
children whose families have settled in the nation's
metropolitan areas.
Readers customarily emphasize middle-class economic and
cultural situations which tend to be largely unfamiliar to
a sizeable group of youngsters who attend urban schools.
In the belief that children learn to read best when they
can identify with the environment presented, several publishers have attempted to create readers that more realistically relate to the urban child's life.
The Detroit pre-primer series originally endeavored to
present the urban culture realistically, but found difficulty in gaining public acceptance of descriptions showing deprived cultural situations, and modified the
approach somewhat to show mixed races in essentially
middle-class surroundings. The child characters in the
series are Negro and Caucasian. Later, other racial
groups will be introduced.
The books are somewhat shorter than regular pre-primers
to give the child the pleasure of accomplishment at the
earliest possible moment. There is a larger ratio of
running words to new words in order to give the teacher
more opportunities to fix correct speech patterns in the
child's mind. A total of 28 different words are introduced in the three pre-primer texts; ten in the first,
seven in the second, and eleven in the third. Sentence
length is kept short.
Among the teaching aids that accompany the primers are
picture cards showing each character in large full color
illustration, word and phrase cards which reproduce all
the words and many of the phrases used, a wordbook
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presenting activities for the children's independent work,
and a teachers' manual with lesson plans.
Teachers report that children are enthusiastic about the
new books. Some said that interest was heightened because
the pupils quickly associated themselves with the
characters in the books.
Still another large publishing company is making a similar
attempt, this one developed for the New York schools.
When these books are available they too will be tried in
Seattle classrooms as a part of the continuing citywide
effort to meet the individual reading needs of pupils.
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PILOT PROJECT TO RAISE THE ASPIRATION
LEVELS OF HORACE MANN SCHOOL PUPILS
For many years teachers in Seattle Schools have arranged
for laymen to talk to their classes. Using community
people to enrich learning in many areas of the curriculum
has been well accepted.
It has now been suggested that the use of community
resource people be expanded to fill an additional need.
Certain Central Area schools, including Horace Mann, have
large numbers of Negro and other minority group children.
For many of these children there is a lack of convincing
evidence that members of minority races can attain high
levels of education and vocation.
The suggestion proposed for this project is that the education and vocation aspiration levels of these children
can be raised with the help of selected resource people of
Negro and other minority races. The plan will be to
invite to Horace Mann School a variety of community people
who have achieved success in their vocations. These
resource persons will be asked to give S•hort talks about
their jobs to classroom groups or to grade level assemblies. It is thereby hoped that students will be led to
identify themselves with these speakers and to aspire to
similar vocations and educational levels.
Suggestions for Community Resource Speakers
1.

Talk with the teacher (or teachers) in advance to confirm arrangements as to time, day, and assembly area,
and to discuss the topic to be presented. (A 16mm
movie projector, a 2x2 slide projector, and a tape
recorder can be made available. Chalkboards are found
in all classrooms and in the school auditorium.)

2.

The attention span of elementary school children is
relatively short so that the length of the presentation should be limited. Suggested maximums for
various grades are:
Kindergarten and First Grades
Second and Third Grades
Fourth, Fifth, and Sixth
Grades

15-20 minutes
20-30 minutes
30-45 minutes
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3.

Elementary children generally do not respond well to a
strictly lecture type presentation. Whenever possible
it is highly desirable to bring pictures, samples of
equipment, related objects, etc., to use in illustrating the talk.

4.

Eliciting responses from the children can help to
maintain a high interest level. It is usually best,
however, to call on a specific child rather than to
invite a response from the whole group.

5.

It is helpful to make a conscious effort to keep the
level of vocabulary within the understanding of the
children. The younger children, especially, will
quickly become confused by adult level usage.

6.

Although an overemphasis of the importance of grades
should be avoided, it would be helpful, especially
with upper grade children, for the speaker to give
information about the level of education required for
success in his vocation.
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GARFIELD HIGH SCHOOL CLASSROOM S~!INARS
According to a preliminary diagnosis of the educationally
retarded and/or the culturally disadvantaged student, a
group of Garfield High School teachers concluded that
there are two paramount factors that contribute most to a
lack of achievement. They are a meager and limited
experiential background and persistent non-involvement in
school activities. To help alleviate these deficiences,
the teachers decided to experiment with six classes having
an enrollment of not more than twenty each, using the
technique of group dynamics. The focus of these Language
Arts classes was to correlate closely with their current
study of World History.
Each class is divided into smaller groups of four or five.
A chairman is selected, and the group decides what specific
area will be studied in detail. Frequent use of the
library is an essential part of the requirement for additional material. This serves two important purposes one, to get students familiar with library facilities and
to increase their ability to read more difficult material,
and two, to expose them often enough to the library atmosphere - a place of books and study. Nearly all nonachievers shun the library because it represents an accumulation of knowledge and their inability to comprehend is
thereby further threatened. Each student is expected to
check out books and to read at least one book every two
weeks.
After information has been gathered, the group meets and
decides how it will be presented to the entire class.
During the seminar sessions the student is encouraged to
participate freely in the discussions, and to ask questions that will lead to further study. Because the students have worked together in smaller groups, they become
less self-conscious during the class discussions. As
each student gives a final report or contributes effectively to the discussion, there is a feeling of accomplishment and competence and the transference to their participation in other regular classes is noticeable.
Panel discussions, debates and role playing are also
integral parts of the techniques which insure continued
student involvement. The teachers are determined to provide innumerable opportunities for each student to perform successfully, and as this becomes a pattern, the students will be encouraged to work up to their potential.
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To add to their experiential background, carefully
selected movies, short subjects and slides are shown once
a week. Resource persons at Garfield give talks and
demonstrations to the group. Regularly scheduled trips to
places of interest are a part of this planned curriculum.
Interest and initiative is thus motivated by their
increased knowledge and information gained in their
exposure to ever widening horizons.
After a semester of this intensified individual attention,
most of the students will be able to study and compete
adequately at their own grade level in the regular program. Every effort is made to equip them with the fundamental tools of reading fluently, writing creatively and
thinking intelligently.
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FRANKLIN HIGH SCHOOL - COLMAN ELEMENTARY
SCHOOL ttIMAGE" PROJECT
The IMAGE project was initiated in October, 1963, following a series of planning meetings between school representatives and community sponsors.
This project involves a one-to-one relationship between
selected Franklin High School students and Colman Elementary School students. It is hoped that by assisting the
elementary student academically through a limited tutoring
service, the high school student will be able to indirectly improve the youngster's self-image, attitudes, and
goals.
The high school students for this project are volunteers
who are in good standing both academically and socially,
and who are committed to the purpose of the project.
These students were secured principally from the Future
Teachers of America Organization at Franklin, and for the
initial project the number of students selected was eight.
For the most part, the child selected for the program on
the elementary level is recommended by his classroom
teacher. The Principal, the Intern assigned to Colman,
the School Social Worker, and the School Psychologist are
included in the selection whenever necessary. The type of
student selected must have some potential in the areas of
scholastic achievement. Students with poor study habits,
lost or distorted images, lacking confidence, or needing
reassurance would be typical cases. For the initial
project, grade six was selected as the grade level upon
which the project would concentrate its efforts.
Each high school student meets twice a week from 3:00 to
3:45 with the elementary student to whom he is assigned.
The meetings take place in the Colman School Library, and
the work generally involves assisting the elementary students with their assigned work, with emphasis on basic
skills in arithmetic, spelling, and elementary drills.
It is essential that the high school students attempt to
establish good rapport, since such a relationship is
deemed as important as the academic aspects of the program in renewing the elementary child's interest in good
citizenship and good education.
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The Administrative Intern assigned to Colman School coordinates the program. He advises and supervises the tutors
in assisting the Colman students. He coordinates the
activities between the classroom teachers and the tutors,
assists in the selection of the tutors and the Colman students, and evaluates the progress of the program with the
high school students and other interested persons.
The future of this project depends upon all the people
involved in it. If it proves successful, then other elementary youngsters in similar situations may benefit from
this type of program.
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MADRONA PRE-SCHOOL ENRICHMENT PROGRAM
Concern has long been felt for those children, who upon
entering school for the first time, seem totally unprepared for the educational and social experiences they will
encounter.
As a result of this concern, representatives from several
community groups and the Seattle Public Schools met in
September, 1963, to discuss the formation of a Pre-School
Enrichment Program which would help prepare children,
selected on the basis of need, for school. At this meeting it was recognized that no existing agency or institution would be able to sponsor and/or finance such a
project, because of lack of authorization and funds. The
Madrona PTA was therefore designated as the sponsoring
organization, and space was offered by the Madrona Presbyterian Church in its Community Center.
The Guidance Department of the Seattle Public Schools
assigned a social worker for two weeks to the task of
assisting in the recruitment of the children, and the
Madrona Pre-School Enrichment Program was officially
opened on November 4, 1963, with 19 children enrolled.
Presently the Program serves 25 children from the Madrona,
Mann, Harrison, and Leschi school districts. The children
attend the Pre-School four days a week from 12:30 to
2:30 p.m.
The Family Life Division of the Seattle Public Schools has
provided an instructor to work with parents and volunteers,
and the group's teacher receives guidance from the Family
Life personnel and works within the Family Life Program.
The Madrona Pre-School differs from other Family Life
Cooperatives in substitution of volunteers for parent participation and in special emphasis upon language skills
and broadening experiences for selected children.
Every effort is made to encourage participation of the
parents of the children enrolled, but those children whose
parents are unable to participate are not therefore
excluded from the class. On the contrary, such children
are often most in need of such a program, and volunteers
serve the program in roles corresponding with that of
mothers in play groups.
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Those families which can afford it are asked to pay $3.00
for the fee per month. Contributions are solicited from
sympathetic groups and individuals, and many materials are
donated. The Program's sponsors held a most successful
Bazaar in December, and income from these sources has been,
to date, sufficient to fully meet the cost of the program
which includes the teacher's salary, snack food, school
supplies, and insurance.
The Madrona Pre-School Enrichment Program is an excellent
example of a community self-help project. It demonstrates
the cooperation that is possible between community and
school on behalf of children in need.
The future expansion of this service is anticipated. A
similar project has recently been initiated in the Yesler
Community.

